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Abstract 
This study relies on the theoretical premises concerning the development of professional competences of the beginning teachers. 
The starting point is the operational model that integrates seven categories of competences: cognitive and metacognitive, 
methodological, communicational and relational, evaluative, psychosocial, career management, as well as ICT competencies. 
The goal of the study is to propose and validate a programme meant to improve the psychosocial competences of the beginning 
teachers. In order to run the research we have established the following objectives: development and pre-testing of the tools for 
the experimental model; initial evaluation of the psychosocial competencies, design and course of a programme of formative 
activities that lead to the improvement of the psychosocial competencies; final evaluation of the psychosocial competencies. 
As research methods we used: the formative psycho-pedagogical experiment with repeated measurements (test – post test), 
DQDO\VLVRIWKHSURGXFWVRIWHDFKHUV¶DFWLYLWLHVSURMHFWVFRPSHWHQFies portfolios), psycho-pedagogical observation, and statistical 
methods. The stages of the psycho-pedagogical experiment are the following: initial evaluation of the level of psychosocial 
competences of the beginning teachers, design and application of a programme of formative activities that leads to the 
improvement of the psychosocial competences.  
Statistical facts obtained during the research show significant differences with respect to the results obtained by the beginning 
teachers at the evaluation applied at the end of the formative stage, compared to those obtained at the initial evaluation.  
The results of this research will bring a contribution to the optimization of the initial training programmes of the beginning 
teachers, and support their psycho-pedagogical training for better socio-professional integration. 
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1. Introduction 
The aim of this study is to thoroughly consider one of the most important problems confronting contemporary 
educational systems, that is, the development of professional competences in beginning teachers, in view of the 
latter’s fast socio-professional insertion.  
The worldwide evolution of conceptual and methodological trends regarding the professionalization of the 
didactic career, the elaboration of new paradigms for the training of teachers, based on experimental studies and 
research, have led to the reformation of the curriculum for the initial and permanent training of teachers. The 
cognitivist approach contributed to the development of research on the teacher’s thought, to the understanding of the 
mechanisms that are involved in his decision-making processes, while teaching has been increasingly perceived as a 
complex problem solving activity based on inductive and deductive reasoning (Altet, 1996).  
In this context, the occupational standards for the didactic personnel were elaborated, which then were transposed 
into an “educational offer”, in the form of professional training standards, and this renders the syllabus for the initial 
training of teachers more rigorous, coherent and rational. The redefining of aims, the restructuring of the curriculum, 
the focussing on the identification of professional competences, on their nature, genesis and construction also 
represent essential coordinates of the didactic career professionalization process (Dumitriu, 2003).  
On the other hand, the studies undertaken in various research spaces, as well as the educational practice, reveal 
the many difficulties with which beginning teachers are confronted in their first working years. Thus, current 
empirical studies centred on the problem of professional integration prove that the ”transition” from the university to 
the working place, apparently a simple one, is in fact a complex many-faceted phenomenon with important 
consequences for the professional development of teachers (Urzua, 1999).  
Brock and Grady (as cited in Urzua, 1999) have analysed the experience of beginning teachers’ first year, and the 
statistics envisaging this stage of the socialization process have demonstrated that the first working year is the key to 
the future career of the teacher. This fact becomes even more obvious when authors refer to Schlecty and Vance’s 
findings regarding the experience and system abandonment rate among beginning teachers: about 30% leave the 
educational system during the first two years, between 10% and 20% leave the educational system during the next 
five years, and approximately 50% of the beginning teachers leave their profession within their first seven years.  
Besides, the steps which have been taken during the last three decades regarding the professionalization of 
teaching have pointed out that among the greatest challenges faced by the syllabuses for the initial training of future 
teachers one can identify the problem of ensuring an optimal ratio between theory and practice in training (Allen, 
2009, 647). Although the ”abyss” separating beginning teachers’ theoretical training from their practical one has 
been noticed for a long time now, and it has constituted one of the greatest challenges addressed to beginning 
teachers, training teachers’ attempts to solve this problem have remained without solutions. 
Other authors (Schön, 1994, 1996) underline the importance of a reflexive approach, today considered as one of 
the key activities in professional development. Research undertaken during the last two decades on efficient 
teaching indicates that actual practice should be linked to research, meditation on and continuation of professional 
development. And all the more so that educational practice has proven that metacognitive abilities involved in 
meditating on and learning form one’s own experience are poorly developed in beginning teachers. In these 
circumstances, beginning teachers are suggested to meditate on their practice, in order to be able to developt 
professionally and t;o recognize the consonnace between their own practice and that of successful practitioners 
(Killeavy and Maloney, 2010, 1071).  
The empirical research we have undertaken during the last two decades regarding initial and permanent training 
of Romanian teachers (Dumitriu, 1999; Dumitriu, 2003; Dumitriu, 2004; Dumitriu and Dumitriu, 2009), as well as 
our educational practice, systematically observed, together with the workshops we have organized for beginning 
teachers, have revealed a series of difficulties with which the latter are confronted during their first teaching years. 
The importance of the identified categories varies according to the complexity of the professional roles that are 
accomplished. Class management appears to be the most problematic, as many beginning teachers have admitted 
that they do not have the psychosocial competence necessary for the solving of the many problems they have to 
confront with in the classroom. These problems are related to: some pupils’ lack of interest in learning, class 
organization and attention drawing, efficient communication with the pupils, encouraging positive relationships, 
reacting to some pupils’ defying attitude, preventing and solving conflicts in the classroom, maintaining discipline, 
creating an effective partnership with the pupils’ families, participating to educational projects, organizing 
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extracurricular activities etc. Other categories of difficulties refer to the teaching activity itself, to activity planning, 
to the elaboration and applying of evaluation instruments for the establishing of the pupils’ school results.  
Among the strategies proposed in order to facilitate the integration of the beginning teachers, we mention 
methodical guides, curriculum models, the use of mentor teachers and of orientation teams (Roehrig, Bohn, Turner,  
and Pressley, 2008), and tutoring (Malderez and Bodoczky, 2009). In this context, we plead for the necessity of an 
organized and complete training offered by mentors, as an efficient way to integrate beginning teachers in the 
educational system. Successful beginning teachers, helped by efficient mentors, are more willing to continue their 
teaching and are likely to become future metors for the teachers following them, as Gagen and Bowie (2005) argue. 
One crucial aspect that must be taken into account, as Brock and Grady (as cited by Urzua, 1999, 231) have 
warned us, is to ensure the efficiency of the strategies adopted in order to facilitate the integration of the beginning 
teachers in their new environment. The two researchers support their recommendations by making extensive 
references to specialized literature, including relevant research studies, educational organizations and agencies 
reports, academic papers and dissertations, and numerous articles they published in educational journals/reviews.  
In this context, the present study is based on the theoretical and methodological premises of the operational 
model we elaborated as part of the Exploratory Research Project: Operational Model to Develop Competencies at 
the Beginning Teachers (MODECOMP). The operational model we propose is based on the principles of 
constructivism, on the recent data provided by cognitive psychology and by the theory of the ”reflexive practitioner” 
and it is aimed at the development of professional competences in beginning teachers. The model is structured on 
several levels: the derivation of general and specific beginning teachers’ competences according to the professional 
standards for the didactic profession; the operationalization of indicators for the identified directions of action; the 
elaboration of intervention strategies for the development of professional competences; the elaboration and 
validation of evaluation instruments; the experimentation of the model in educational practice in view of its 
validation (during the years 2010-2011).  
Having started with professional standards and having adopted as criterion the functions and roles of beginning 
teachers, the following general professional competences have been derived: cognitive, methodological, 
communicative and relational, student evaluation, psychosocial, informational and technological, career 
management competences. 
The main objective of the present research is the evaluation of the efficiency of the training programme centred 
on the development of psychosocial competences in beginning teachers. We have started from the assumption that 
the applying of the operational model based on the unitary coordination of objectives with the content of training 
and with the educational strategies contributes to the development of the structural components of the psychosocial 
competence in beginning teachers. 
2. 7KHWHDFKHU¶VFRPSHWHQFies ± current theoretical and methodological approaches 
When he referred to the competence approach in education, Boutin (2004) characterized it as a paradigmatic 
amalgam. Indeed, the term of competence covers a large area of meaning, thus competing with other terms that 
designate the results of learning. Landsheere (1995, 282) considers that the term of competence refers to knowledge, 
as well as habits, capacities, attitudes. Being grounded in knowledge that has become operational, competence 
facilitates efficiency, behavioural flexibility and a high degree of adaptability.  
In specialised literature (Perrenoud, 1996, 1997; Dolz and Ollagnier, 2002; Lafortune, 2010; Méard and Bruno, 
2009; Molina and Gervais, 2008), competencies are defined as integrative units of knowledge, habits, motivations 
and attitudes that mediate professional behaviour and guarantee expert action in specific activity fields and contexts. 
A competence is linked with a profession, a job, a status, a professional or social reference situation. From the 
cognitivist point of view, a competence simultaneosuly implies declarative knowledge, procedural knowledge and 
attitudes. The term of competence has replaced the one of pedagogical aptitude, understood as a unit of personality 
structures that can become predictors of efficient didactic behaviour. 
In a broader sense, Perrenoud (1996) defines professional competences as a diversified unit of knowledge, 
professional abilities, action schemes and attitudes that are involved in the exercising of the profession. According to 
Tardif (2003, 37), competence corresponds to a complex capacity of action which is based on the activation and 
effective use of a variety of resources. Wolfs (1998) makes the distinction between product-competencies or final, 
terminal competencies and process-competencies or methodological, instrumental, strategic competencies. Many 
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authors operate differences between transversal competencies and professional competencies, between integration 
competencies and specific competencies. Starting from the hierarchical model of aptitudes, Aubret and Gilbert 
(2003, 22-23) distinguish three levels of competence building, from the level that is the most abstract as related to 
the contexts of action-taking, to the level that is the closest to the particularities of each situation, respectively: 
general competences, operational competences, situational competences.  
Out of these definitions, we can infer the fundamental characteristics of competence: 
x The purpose of a competence is the solving of problems, tasks, projects; 
x The structure of a competence includes elements of a cognitive, affective, conative and practic-educational 
nature; 
x The process of competence building is focused on the optimal integration of knowledge, habits, abilities that 
subsequently make possible the adaptation to or transfer in various situations.  
The majority of cited specialists agree that, from the point of view of its internal structure, competence is an 
integrative functional system which consists of three components: 
x Knowledge: declarative, procedural, conditional (metaknowledge also adds here); 
x Abilities: cognitive, psychomotor, reactive, interactive, reproductive, productive; 
x Attitudes as tridimensional integrative structures which include cognitive, affective and behavioural elements. 
The external factors of competence are dependent upon the circumstances in which the competent action is 
performed and they refer to the task, the situation and the context.  
We have come to an operational definition according to which (the teacher’s) professional competencies 
represent an integrated and functional unit of knowledge, habits, capacities and attitudes efficiently used for the 
successful achievement of professional roles. Professional competence is proven through the capacity to select, 
combine and adequately use knowledge, abilities and other acquisitions (values and attitudes) for the optimal 
solving of a working or learning situation/task and also for personal or professional development in conditions of 
efficiency. 
With respect to the psychosocial competence of the teacher, this is theoretically expressed as the availability to 
assimilate knowledge related to social psychology, scholar group psychology, social learning psychology, group 
creativity psychology.  
From the operational point of view, the psychosocial competence of the teachers is delivered as the capacity to 
organize groups of pupils, to communicate and cooperate with groups, to develop positive relationships within the 
class, to express emotional competence and empathic behavior, to motivate the pupils to learning, to respect the 
scholar and discipline code, to apply efficient intervention strategies (Dumitriu, 1999; Lafortune, Daniel, Doudin, 
Pons, Albanese, 2005; Archambault and Chouinard, 2009).   
3. Research design 
The objective of our research is the evaluation of the efficiency of the training programme centred on the 
operational model of psychosocial competence development in beginning teachers.  
 
The hypotheses of the research 
General hypothesis: the use of the operational model structured on the unitary conjunction of content with types 
of activities and strategies of educational intervention contributes to the development of psychosocial competences 
in beginning teachers. 
Specific hypothesis 1. There are significant differences between the results obtained by the participants before 
and after the training programme regarding the capacity to apply the modern concepts and theories in order to know 
the pupils and the educational group. 
Specific hypothesis 2. There are significant differences between the results obtained by the participants before 
and after the training programme regarding the progressive adoption of some of the attributes specific to the social 
role of the educator. 
Specific hypothesis 3. There are significant differences between the results obtained by the participants before 
and after the training programme regarding the managing of crisis and conflict situations in the classroom. 
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Specific hypothesis 4. There are significant differences between the results obtained by the participants before 
and after the training programme regarding the capacity to manifest emotional and interpersonal intelligence in the 
monitoring, understanding and helping of pupils. 
Specific hypothesis 5. There are significant differences between the results obtained by the participants before 
and after the training programme regarding the ability to establish optimal relations with the pupil’s family and with 
the professional community. 
 
Variables and operationalization 
The dependent variable – the level of psychosocial competence development – is operationalized in several 
subcategories (specific competences): the capacity to apply modern concepts and theories in order to know the 
pupils and the educational group; the competence to progressively adopt some of the attributes specific to the social 
role of an educator; the competence to deal with crisis and conflict situations in the classroom; the capacity to 
express emotional, interpersonal intelligence in the monitoring, understanding and helping of pupils; the competence 
to optimally relate to the pupil’s family and to the professional community. 
The independent variable is represented by the temporal moment, with its two levels: before the intervention (the 
pre-test) and after the intervention (the post-test). 
 
Participants 
The research group is constituted by 93 beginning teachers, having been established through stratified sampling, 
and it meets the exigencies of representability for the objectives of the research. The participants are distributed as 
follows: 84 (90.3%) women and 9 men (9.7%); 68 (73.1%) aged 22 to 25; 6 (6.5%) aged 26-30; 19 (20.4%) older 
than 30; 29 (31.2%) from urban areas and 64 (68.8%) from rural areas. According to their specialisation, the 
participants are distributed as follows: 29 (31.2%) Letters, 20 (21.5%) Preschool and Primary School Education 
Pedagogy, 8 (8.6%) Sciences, 17 (18.3%) Technical Education, 14 (15.1%) Social Studies and Humanities, 5 (5.3%) 
Sports and Physical Education. 
 
Methods and instruments 
The main method used is the formative type of psychopedagogical experiment with repeated measurements (test-
post-test). In order to register, analyse and process the data, we used statistical methods and techniques. 
Formative evaluation has been realized during all stages of the research, through psycho-pedagogical observation 
and the analysis of the products of teachers’ activities (projects, competencies portfolios).  
 
Procedure 
The psychosocial competences of the beginning teacher were operationalized in 5 categories of specific 
competences, and each specific competence was operationalized in 3 level descriptors referring to knowledge,  
abilities, and attitudes as structural elements of the competence. 
The evaluation test is structured in 5 dimensions and 15 items which measure the level of the development of the 
15 structural components of the psychosocial competence, in the 2 experimental situations, pre-test and post-test. 
The answers are formulated on a scale with 5 degrees of intensity: “to a very little extent”, “to a little extent”, “to a 
moderate extent”, “to a great extent”, “to a very great extent”. The minimal score for each item is 1, and the 
maximal score for each item is 5. Correspondingly, the minimal score for each dimension is 3, and the maximal 
score for each dimension is 15. 
Thus, for the first dimension – the competence to apply modern concepts and theories to know the pupils and the 
educational group – the items measure the extent to which the participants have a solid knowledge of the 
explanatory models and concepts regarding the management of the classroom, the extent to which they apply this 
knowledge in their educational practice, and the extent to which they apply the methods and instruments for the 
knowledge of the pupils and of the class as a social group. 
In order to evaluate the level of development of the competence to progressively assume attributes specific to the 
social role of the teacher (dimension 2), the items aim at checking the capacity to achieve the specific managerial 
functions and roles, to identify the problem-pupils who need counseling and psycho-pedagogical assistance, the way 
in which they monitor the pupils’ behaviour and the way in which the latter meet the requirements of the school 
regulations. 
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In order to evaluate the level of development of the competence to manage crisis and conflict situations in the 
classroom (dimension 3), the items measure the abilities to adopt certain decisions and intervention strategies that 
are appropriate for the crisis/conflict situation in the classroom, the demonstration and encouraging of assertive 
communication in the classroom. 
The items through which the level of development of the competence to express emotional, interpersonal 
intelligence in the monitoring, understanding and helping of pupils was measured (dimension 4), check the 
participants’ solid knowledge of the basic concepts regarding multiple intelligences, their emotional competence and 
intelligence, the way in which these were manifested in the exercise of the role of manager in the classroom, and in 
the supporting and counseling of pupils in order to develop the latter’s responsibility and autonomy. 
In order to identify the level of development of the competence to optimally relate to the pupil’s family and to the 
professional community (dimension 5), the items measure the participants’ capacity to develop partnership relations 
with the pupil’s family, to take efficient measures of compensation when the familial, social environment is 
inappropriate, to demonstrate relational, cooperative and team work abilities. 
4. Results and discussions 
The data was processed via the SPSS programme, version 16.0 for Windows. 
The general hypothesis is confirmed as the results obtained by the participants at the end of the training 
programme centred on the operational model are superior to those obtained before the programme. 
Specific hypothesis 1 is confirmed as it could be observed that there were significant differences between the 
results obtained before and after the training programme centred on the operational model, regarding the capacity to 
apply modern concepts and theories in order to know the pupils and the educational group, [t (92) =15.63, p<0.05].  
Specific hypothesis 2 is confirmed as it could be observed that there were significant differences between the 
results obtained before and after the training programme centred on the operational model, regarding the progressive 
adoption by the participants of attributes specific to the social role of an educator, [t (92) =12.22, p<0.05].  
Specific hypothesis 3 is confirmed as it could be observed that there were significant differences between the 
results obtained before and after the training programme centred on the operational model, regarding the the 
management of crisis and conflict situations in the classroom, [t (92) =13.52, p<0.05].  
Specific hypothesis 4 is confirmed as it could be observed that there were significant differences between the 
results obtained before and after the training programme centred on the operational model regarding the capacity to 
manifest emotional, interpersonal intelligence in the monitoring, understanding and helping of pupils, [t (92) =14.07, 
p<0.05].   
  Specific hypothesis 5 is confirmed as it could be observed that there were significant differences between the 
results obtained before and after the training programme centred on the operational model regarding the capacity to 
optimally relate to the pupil’s family and to the professional community, [t (92) =6.93, p<0.05]. 
 
Table 1. Results of  paired-sampled test (pre-test and post-test) with 95% CI 
 
Variables M_initial SD_initial M_final SD_final t(92) p LL UL 
Applying of concepts and theories (initial) –  
Applying of concepts and theories (final) 6.72 2.13 9.15 2.39 -15.63 .000 -2.73 -2.12 
The assuming of the social role (initial) –  
The assuming of the social role (final) 6.83 1.89 8.68 2.37 -12.22 .000 -2.14 -1.54 
The management of crisis and conflict (initial) –  
The management of crisis and conflict (final) 7.60 1.49 9.61 1.82 -13.52 .000 -2.30 -1.71 
Emotional intelligence (initial) –  
Emotional intelligence (final) 7.27 1.59 8.65 1.74 -14.07 .000 -1.57 -1.18 
Relationship to the family and the community (initial) – 
Relationship to the family and the community (final) 6.84 1.69 7.94 1.70 -6.93 .000 -1.41 -0.78 
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The obtained results emphasize the efficiency of the training programme that was performed with the aim of 
developing the psychosocial competencies of the beginning teachers. This programme based on more interventional 
strategies that are synthetically presented below. 
x Training stages for beginning teachers grouped according to the specialization criterion (groups of 15 to 20 
beginning teachers). Plenary activities and workshops were conceived for the development of each specific 
competence, by making use of interactive strategies meant to actively, directly, experientially and personally 
involve the participants. Subsequently, the generalisation and objectification of knowledge at the conceptual level 
is achieved through cooperation and collaboration with the others. For the development of each specific 
competence and of their structural elements we took benefit from the contributions of constructivist theory in the 
planning and experimentation of the various procedural instruments for the construction of understanding through 
the primary processing of information and mental image formation (the Metaphor, the Personal Blazon, the 
Chronological Scale, the Derivation Tree, the Identification and Representation Matrix etc.); through abstract 
processings of integration and adjustment (the Inventory List, the Personal Valorization Block, the Explicative 
Lists, the Criterial Analysis Matrix, the Cognitive Map of a Classification etc.); through abstract processings of 
categorization, conceptualization (The Conceptual Map, Personal Definition etc.); through judgment and 
reasoning formulation (Argument Organization, the Diagram of Pedagogical Essay Elaboration, the Critical 
Inventory of Prejudices, Errors, etc.); through the solving of problems and situations (the Organizer Graph for a 
Problem-Situation, Explanation, Solution; the Situation Solving Matrix; Problem or Situation Correction etc.); 
x Individual activities of self-training, the participants being instructed as to the concrete modalities of using the 
guides for the development of their professional competences. Every participant received the ”Beginning 
Teacher’s Portfolio” which contained several curriculum models and the two published guides: “3ULPLLSDúL vQ
FDULHUă” (Career First Steps) and “'H]YROWDUHDFRPSHWHQĠHORUSURIHVLRQDOHDOHFDGUHORUGLGDFWLFHGHEXWDQWH*KLG
de bune practici” (The Development of Professional Competencies in Beginning Teachers. The Good Practice 
Guide). The latter dedicates Chapter 6 to the psychosocial competencies of the beginning teacher. This chapter 
LQFOXGHVWKHPDSRIWKHEHJLQQLQJWHDFKHU¶VSV\FKRVRFLDOFRPSHWHQFies (the five specific competencies presented 
above and the level descriptors for the structural elements of the competencies, that is, knowledge, capacities, 
aptitudes, attitudes, respectively); the presentation of a synthesis of theoretical concepts and models belonging to 
the field of educational management and classroom management; individual applications aimed at the 
development of the structural elements of the competence and the inclusion of these ”cognitive constructions” 
within the competence portfolio; group applications, centred on cooperation, collaboration, interactivity; the 
evaluation test for each category of competencies, the structural elements of the portfolio; selective bibliography; 
x The monitoring, counselling and formative evaluation of the participants in the process of the development of 
their professional competencies, via the internet (web page address: www.modecomp.ro, e-mail address: 
profesordebutant@yahoo.com). 
5. Conclusions 
The results of the research validated the efficiency of the operational model for the development of psychosocial 
competences of the beginning teachers. 
In order to enhance the efficiency of the intervention programme, the assimilation, formation and development of 
the new concepts, abilities, and capacities have been achieved in problematized situations which favoured the 
processes of individual and collective thought, of analysis and utilization of pedagogical experiences. Consequently, 
there were conceived activities for the development of each specific competence, by making use of interactive 
strategies, of the alternation between plenary and team work activities, of the optimal utilization of the beginning 
WHDFKHUV¶FRJQLWLYHDQGSUDFWLFDOH[SHULHQFH 
This putting into context during the training stages was followed by meditation, by the analysis of these actions, 
which was undergone with the help of a mediator (trainer). This reflexive practice was aimed at three components: 
the meditation on and analysis of the practice; the transposition of the learning experiences into future actions and 
the return to the lived experiences; the development of an individual model of educational practice (Lafortune, 2010, 
70).  
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We exemplify other efficient strategies for the practical achievement of psychosocial competencies: 
videotraining, verbalization, the interview, the conceptual and methodological instruments included in the two 
guides, reflexive practice, metacognition, reflexive diaries.      
 
In what follows we briefly present the difficulties we met with during the training programme. 
x The lack of receptivity on the part of some of the beginning teachers regarding the necessity of professional 
development; 
x Some of the teachers’ defficiencies in terms of efficient learning and self-development techniques; 
x The inconsistence manifested by some of the participants regarding the engagement in and achievement of the 
assumed tasks in the training programme; 
x The superficiality manifested by some participants in the completion of their competence portfolio, which they 
motivated by their overwhelming involvement in the organization of multiple extracurricular activities at the 
school in which they teach; 
x The lack of sincerity and the duplicity tendency manifested by some beginning teachers in the completion of 
some questionnaires and interview guides. 
 
The elements of novelty and originality of the proposed model can be summarized as follows: 
x It has an innovative, integrative character, as it creates a systemic correspondence between theoretical 
foundations and the data of experimental research from the perspective of permanent education and self-
education; 
x The model has an operational character as it offers types/categories of activities and associated strategies for the 
practising and development of psychosocial competences; 
x The proposed model has a normative character as it is connected to the professional standards of the didactic 
profession and allows the evaluation of the built competences; 
x The model has a complex character as it is conceived from a curricular perspective, through the unitary 
conjunction of types of components with the categories of proposed activities, and the strategies for training and 
competence evaluation; 
x The model has a formative character as it encourages the use of learning methods centred on the subject and of 
the alternative strategies for the evaluation of teachers’ capacities and competences. 
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